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ABSTRACT 

This booklet contains four addresses; (1) "Toward 
the Year 2000: Teacher Education" by William Van Til, Coffman 
Distinguished Professor in Education, Indiana State University. It 
includes projecticns regarding American society, American education, 
and teacher education for the next third century, (This address is 
available separately as ED 028 972.) (2) "New Developments in Teacher 

Education" by George W. Denemark, dean. College of Education, 
University cf Kentucky. It focuses on the inadequacy of the isolated 
teacher concept, the importance of blending theory and practice, and 
research and development needs in teacher education. (3) "New 
Developments in Teacher Education" by Howard F. Helm, director. 
Division of Educational Laboratories, Bureau of Research, U.S. Office 
of Education. He describes U.S. Office of Education programs, 
particularly the development of comprehensive preservice- inservice 
model teacher education programs at the preschool and elementary 
level. (4) "Suggested Research To Improve Teacher Education" by David 
R. Krathwohl, dean. School of Education, Syracuse University. He 
explores four questions: What is the appropriate liberal arts base 
for teacher education? How can we improve our presentations in 
teaching for cognitive objectives? How can we better sequence the 
learning cf teaching skills? How do we henghten the beneficial effect 
of student teaching? (JS) 
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FOREWORD 

Ernest E. Bayles 

President, National Society of College Teachers of Education 

During the two-thirds century of its existence, the National So- 
ciety of College Teachers of Education has played a leading role in 
looking ahead, continually seeking to discover or invent, and to pro- 
mote improved ways of teaching and of educating teachers. More- 
over, it has sought to represent teacher-education as a whole; to 
keep befor/e professors of education the school-keeping enterprise 
in its entirety, so that each part will mesh into and be coordinate 
with all other parts. Publication in 1932 of The Educational Fron- 
tier, a Society yearbook, was, I think, an outstanding example of 
educational statesmanship in attempting to carry out this two-fold 
purpose. 

The present monograph, presenting the addresses given at the 
general sessions of the Society during its 1988 meeting epitomizes 
our present purpose of continuing the search for, and promotion of, 
better ways of doing our job. The presidential address of Dr. Van Til 
is a bold attempt at envisioning a third of a century ahead. Deans 
Denemark and Krathwohl outline research that pertains to various 
aspects of teacher-education. And Dr. Helm tells what the U.S. Of- 
fice of Education is do:ng to promote forward-looking practices. All 
in all, the 1968 meeting of the N.S.C.T.E. carried out well the theme, 
Teacher Education for the Future; New Directions and New De- 
velopments,” 
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TOWARD THE YEAR 2000: TEACHER EDUCATION 

William Van Til^ 



INTRODUCTION 



Toward the Year 2000; Teacher Education began when two 
developments coincided. First, Daedalus, the journal of the Amer- 
ican Academy of Arts and Sciences, published a Summer 1967 issue 
on Toward the Year 2000: Work in Progress, The volume is an ac- 
count of working sessions and a collection of essays on specific 
problems by a distinguished group of scholars. I read the deliber- 
ations avidly and appreciatively, though the field of teacher edu- 
cation, I found, was not on the agenda of the Commission in the 
year 2000, 

Second, the National Society of College Teachers of Education 
invited me to deliver the presidential address in Chicago in Feb- 
ruary, 1.968, and the Association for Supervision and Curriculum 
Development invited me fo address the assembly on teacher educa- 
tion in Atlantic City in March, 1968. Each group allowed me to 
choose my own topic. So, I decided to assign myself the topic 
Toward the Year 2000: Teacher Education, Since then, I have had 
many misgivings about such an enterprise. My misgivings were only 
partially ameliorated by the practical recognition that not everybody 
in my audience will be up and about during the year 2000 to check 
on the validity of my speculations. 

I have not attempted to construct a Utopia, I have chosen to 
speculate as realistically as I can on what might be the possible 
shapes of things to come in society, in education, and finally, in 
teacher education in particular. In this address to you, I have cut 
the documentation which was contained in 78 supporting footnotes 
to this manuscript. I have also ruthlessly reduced much supporting 
evidence contained in the body of this paper. The scope of this topic 
is vast, and my time is 50 minutes.^ 



rr • **^^*'*'i^^ ^ Coffman Distinguished Professor in Education, Indiana State 

University, Terre Haute, Indiana. 

1, Thk manuscript is being published by the National Society of College Teachers of Edu- 
aoh^^eviated form reflecting faithfully the Presidential Address delivered to 
c 5®“ru*^ry 15, 1968. Following the address, presidents and presidents-elect 

Or the John Dewey Society, the History of Education Society, the Philosophy of Educa- 



2 Teacher Education for the Future 

If there is any value in this exploration for my listeners, it may 
be in encouraging future-oriented dialogue, and in opening discus- 
sion to the end that each of us may participate still further in in- 
fluencing whatever future lies ahead. 



ON SPECULATING ON THE FUTURE 

Some may say, “But the year 2000 is far awayl” Is it, really? The 
year 2000 is as far in the future as the year 1936 is in the past. From 
1968, the year 2000 is thirty-two years away; so is the year 1936 

Historians will point out parallels between 1936 after the ini- 
tiation of Franklin D. Roosevelt’s New Deal program and 1968 after 
the initiation of Lyndon B. Johnson’s Great Society program. But 
they will also point out some major “system breaks, to use Ken- 
neth E. Boulding’s phrase," meaning sudden changes in the char- 
acteristics of systems. Such discontinuities, sometimes termed “bull- 
ing points” or “surprises,” develop because of powerful social forces, 
unpredictable or only partially predictable in advance. 

The Role of System BreaTcs 

For the 1936-68 period, major system breaks included such 
events as World War II, 1939-1945; the first atomic bombs dropped 
on Japan, 1945; the outer space pioneering dating from the Soviet 
Union’s Sputnik, 1957; and United States participation in Asiatic 
land wars during the 1950’s and 1960 s. 

If we look for parallels and continuities between 1936 and 1968, 
we can find them. If we look for system breaks and discontinuities 
between 1936 and 1968 we can also find them. 

What is the shape of things to come in the year 2000, thirty-two 
years away? Can we envision at all the tomorrow of 2000 from the 
viewpoint of 1968? Or will major system breaks with respect to war 
or technology or biology or international development so change 



tion Society and the Comparative Education Society diseased the 
ti??s of education and indmtry played the same role for the address 

re^er oMWs speech is invited to read, in addition, the entire manuscript, with sup. 

2. K°M”e&i 6?!980“ed“ Edg“a‘r“ L M^hW^wd 

and Technology/' Prospective Changes in Society by ed. ^agar wiotpn^ an 

cities Ryan (benverT Designing Education for the Future, July, 1966), n. 203. 
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the current scene that a contemporary Rip Van Winkle falling asleep 
in 1968 would, like Rip, wake to a totally unimaginable and in- 
comprehensible environment in the year 2000? 

World War or Famine as System Breaks, Before venturing any 
extrapolations of data and trends, we will formulate and invoke 
Rip Van Winkle’s law, “All bets are off if such major system breaks 
as world war or world famine occur.” In a time when the grinning 
horror of a nuclear war marked by incalculable devastation or a pop- 
ulation growth culminating in famine must be regarded as a night- 
mare possibility. Rip Van Winkle’s law must more than ever be re- 
sperted. 

Technological Developments as System Breaks. But what about 
the role of technological developments in making the year 2000 un- 
imaginable and incomprehensible from the viewpoint of 1968? How 
about the possibility of the wizardry and marvels of gimmicks and 
gadgets in a time of accelerating technology transforming the rec- 
ognizability of the year 2000? 

Today some scholars are speculating on system breaks which 
may grow out of technological developments. One possible sys- 
tem break relates to the encompassing social implications of the 
growth of computer technology. Economist Kenneth E, Boulding 
speculates, “The crucial problem here is whether the development 
of electronics, automation, cybernation, and the whole complex of 
control systems does i.ot introduce as it were a new gear into the 
evolutionary process, the implications of which are as yet only bare- 
ly apparent. The computer is an extension of the human mind in 
the way that a tool or even an automobile is an extension of the 
human body. The automobile left practically no human institution 
unchanged as a result of the increase in human mobility which it 
permitted. The impact of the computer is likely to be just as great, 
and indeed of the whole world electronic network . . 

William T. Knox of the Office of Science and Technology, Ex- 
ecutive Office of the President, predicts flatly and positively, **The 
impact on U. S. society of this {computer systems) development will 
exceed the impact of the automobile.”'^ 

Biological Developments as System Breaks. Another possible 
“system break” grows out of developments in biology. Some observ- 



3. Ibid., p. 209. 

4, Wtlltazn T. Knox> “The New Look in Information Systems/' Prospective , . . 1980, 
p. 223. 
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4 Teacher Education for the Future 

ers believe that v/e are leaving a century in which physics was 
queen of the sciences and entering a new era. 

The biological transformation of man via genetics, DNA de- 
velopments, chemicals and drugs is on the threshold. 

Jniernational Developments as System Breaks. Still another 
foreseeable system break relates to the international scene. In the 
broadest terms, the problem is the extent to which the world will be 
nationally or globally oriented during the next thirty-bvo years. In 
the narrower sense, the question is the extent to which the United 
States will follow the course of enhancing the immediate twentieth- 
century consumption of its citizenry as contrasted to the course of 
supporting the development of human and material resources 
abroad among underdeveloped peoples because of some combina- 
tion of humanitarian and long-range survival considerations. If one 
extrapolated some current trends, the result would be ambivalent. 
Simultaneously, the United States is the long-range and altruistic 
nation of the Marshall Plan, the Agency for International Devel- 
opment, and the Peace Coips. It is also an immediate-consumption- 
oriented nation which reduces appropriations for foreign aid and 
which responds inadequately as the economic gap between the de- 
veloped and underdeveloped lands grows wider an wider while 
the rich get richer and the poor get children. A world famine in the 
e^'a of the population explosion might be the precipitator of a sys- 
tem break toward the global view. A system break might also be 
brought about by aggressive threats by coalitions of nations, newly 
industrialized and reaching for power. 

The Expected and the Unexpected. Thus, anyone who attempts 
to envisage the shape of things to come in 2000 for the sake oi con- 
sidering alternative futures in his own field of inquiry (in this case 
teacher education), and possibly helping to shape directions in his 
field of inquiry, must face a paradox. The paradox is that he must 
report as though assuming that there will occur no major system 
breaks or surprises. Yet, at the same time, his historical sense tells 
him that system breaks or surprises ( and not necessarily those men- 
tioned above ) are likely to occur and may be unpredictable. Perhaps 
the only thing of which the prophet can be sure is that his predic- 
tions are bound to be wrong, in large or in small part, if not totally. 
He must recognize, with Boyd H. Bode, that the gods give no guar- 
antees. 
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Toward the Year 2000 5 

Yet, despite the inevitability of surprises in the pattern of 
change, men must try to see where they seem to be going. They 
must attempt to see what now seem to be reasonable possibilities, 
so that they can have some possible participation in influencing the 
future, in tempering trends with their values, in considering realistic 
alternatives, in short, in planning ahead. Educators who are com- 
mitted to the improvement of the educational process and product 
must necessarily attempt to plan for educational change and par- 
ticipate in its direction and control as best t^cy can. 

So let us plunge into a description of the probable United States 
in the year 2000 (assuming current trends and substantial system 
changes, yet excluding system breaks) as the U. S. is envisaged by 
the scholar-prophets who are willing to speculate on possibilities 
or alternatives. Later, we will identify factors in this projection of 
the year 2000 which will influence education in 2000. Finally, we 
will attempt to describe the possible resultant nature of teacher ed- 
ucation and the value choices as to alternative futures which may 
be before teacher education in the year 2000. 



AMERICAN SOCIETY IN THE YEAR 2000 

Some Projections 

The prophets assume that in the year 2000 the United States 
will still exist both as a nation and as a major world power. The 
states of the Union (by then possibly fifty-two in number, including 
the states of Puerto Rico and the Virgin Islands ) will be more heav- 
ily populated than the United States of 1968. 

Population Projections, My listeners will recall that the Bureau 
of Census machine in Washington, D.C., which tolls off the popula- 
tion, recorded 200 million Americans on November 20, 1967. In a 
recent projection by the Bureau of Census, the total population for 
the United States is calculated as 241 million in 1980.® Philip M. 
Hauser of the University of Chicago, whose name is synonymous 
with population authority, writes with Martin Taitel, ‘‘The popula- 

l^/\n /vf I'Vio TTrii^0/1 lo Vkairkrr OOA 

by the turn of the century/'® He adds, “The projections utilize con- 
servative assumptions about the future.’'*^ 



5. Ph'Hp M. Hauser and Martin Taitel, ‘Topulation Trcnds—Prologue to Educational 
Problems, Prospective . . . J980, p. 25. 

6. Ibid,, p. 24. 

7. Ibid,, p. 54. 
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Teacher Education for the Future 

Urbanism and Metropolitanism. Most of the anticipated Amer- 
icans of 2000 and the Americans already bom will live in urban ter- 
ritory. 

Harvey S. Perloff says, “At present about 140 million Amcncans, 
out of a total of 200 million, are classed as urban dwellers. By 2000 
at least 280 million, out of a total population of about 340 million, 
are expected to be living in urban areas.”® 

Not only will the future America be urban, it will also be met- 
ropolitan. Americans will reside largely in what the Bureau of the 
Census now terms Standard Metropolitan Statistical Areas. 

By 2000, some predict the agglomeration of many metropolitan 
areas into three megalopolises. Herman Kahn, formerly of Rand 
Corporation and now Director of Hudson Institute, and his col- 
league Anthony J. Wiener report, “We have labeled these-only 
half frivolously-Boswash,’ ‘Chipitts,’ and ‘Sansan.’ Boswash iden- 
tifies the megalopolis that will extend from Washington to Boston 
and contain almost one quarter of the American population (some- 
thing under 80 million people). Chipitts, concentrated around the 
Great Lakes, may stretch from Chicago to Pittsburgh and north to 
Canada— thereby including Detroit, Toledo, Cleveland, Akron, Bur- 
falo, and Rochester. This megalopolis seems likely to contain more 
than one eighth of the U. S. population (perhaps 40 million people 
or more.) Sansan, a Pacific megalopolis that will presumably stretch 
from Santa Barbara (or even San Francisco) to San Diego, should 
contain more than one sixteenth of the population (perhaps 20 mil- 
lion people or more).”® 

The Gross National Product. The residents of the United States 
in the year 2000 are expected to have a substantially higher Gross 
National Product and GNP per capita. Kahn and Wiener say, T^e 
surprise-free United States economic scenario calls for a $1 trillion 
economy in 1975, $1.5 trillion in 1985, and about $3 trillion in year 
2000. . . . Considering a year 2000 population of 318 million, per 
capita GNP would be slightly more than double the 1965 amount 
under the assumption of the low rate of productivity increase, and, 
under the hi^ rate of increase, would be about 3.5 times the 1965 
figure.”*® 



on the Next ThirtV’-three Yenrs (New York; Macmillan Co., 19&7), pp. 167 88. 
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Technological Developments, In a United States which is more 
heavily populated, more densely urbanized, and more wealthy, 
some recent social trends may be expected at least to continue and 
probably to accelerate. For instance, scientific knowledge and tech- 
nological development are expected to expand further. As an illus- 
tration, nuclear power plants should be producing much of our 
power in 2000. The computer should be a remarkably influential 
force by the year 2000. 

The National Society and Creative Federalism, The nation may 
be expected to become increasingly “a national society,” as Daniel 
Bell phrases it, characterized by more use of instrumentalities such 
as government, mass media, and modern transportation. Yet this 
“national society” may not necessarily see governmental power con- 
centrated in a highly centralized national government. Some fore- 
see a “creative federalism.” Organizations may be expected to 
flourish. 

The Roles of Work atid lueisure. In the economic realm, the 
trend in the American democracy which was early reported by the 
French observer Alexis de Tocqueville, is anticipated to continue— 
what the few have today, the many will demand tomorrow.^^ So, 
despite probable continuing inequalities, goods and services will 
probably be diffused throughout the general population. 

With the problem of production largely solved through the per- 
sistence of the historical American combination of facilities, geo- 
graphic location, substantial resources base, and an innovating tech- 
nology, the question of the work distribution among the population 
may become critical. Current trends indicate that the population 
may increasingly be characterized by what some term the masses 
and an elite, or if you prefer, the common man and a leadership 
group. Many Americans may work about a thirty to thirty-two hour 
week.^^ The sabbatical, once the exclusive fringe benefit of profes- 
sors, may be extended to labor, along with long vacations and op- 
portunities for early retirement. Other workers may do only nom- 
inal or occasional work, resting content with their relatively low 
level of societal provision for maintenance. But a vital group of 
Americans should be needed to man the specialized key positions 
which they hold by virtue of varied types of intellectual mastery. 



11. Daniel Bell, Daedalwi XCVI, p. 643. 

12. Ibid, 

13. Kahn and Wiener, The Year 2000 . . ., p. 175. 
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These key men may be expected to overwork '‘■“T 
a variety of drives, includin« prestige, status, differential incotn , 

and desire for accomplishment. 

The Knowledge Explosion. The knowledge explosion may be 

-icipated.conb^^^^ 

7"7z: z::zrn:z: probawy be placed on 

storage and retrieval facilities and on computer to reduce the in- 
tellectual version of manual labor. The mastery of knowledge 
sources may well become an imperative educational goal for the in- 
dividual who aspires to leadership and social regard. 

Goals and Directions. More questionable as to predictability 
are a nation’s norms. Yet likely, if present trends are 
is a further shift in American orientation away from Max Weber s 
“Protestant ethic” of hard work, thrift, and spare living and toward 
-Pree-snending, and hedonistic living. 

It seems likely that the democratic way of life will continue to 
be the official ideology of the country and that the ® 

of democracy will probably continue to be venerated by the cit- 
by flie phObsophm. Of the Iettmom.b 
trilogy, “life, liberty, and the pursuit of happiness, d seems quite 
possible that the latter may come into its own as never before. Li e 
having been cushioned economically, and protected extended 
medically, may increasingly be taken for granted. Liberty sh u 
still be a heated focus of struggle, particularly on the part of the 
sensitive who reject massive invasions of privacy by governmenta 
fact banks and law enforcement agencies and who resist impersona^ 
controls of extended bureaucracies. But “the pursuit of happmess 
may well be the aspect of the official democratic ideo ogy which 
will engage the energies of most Americans and which will per- 
turb the reflective. 

Discussion may be rife among intellectuals as to how man and 
woman should best pursue happiness in a society of multaple op- 

tions. . r 1 

Utopia will not have arrived by 2000. Americans of the year 

2000 may well have their particular social problems, even as Amer- 
icans of 1968 now have theirs-Vietnam war, Negro-white relations, 
persisting slums and ghettos, the urban jungle, alienated youth, etc. 
The Persistence of Problems. Problems that lead themselves 
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to technological solutions seem easier for Americans to with 
than problems wliich have largely social answers. So one might an- 
ticipate that some problems now looming large for the last third of 
the twentieth century may well yield to the ingenuity of technology 
by the year of 2000. Illustrations that leap to mind are air and water 
pollution, with the attendant problem of waste disposal. But possibly 
more difficult for the year 2000 may be the struggle against social 
problems which eventually come home to roost. Such problems 
could include organized crime, environment, housing, governmental 
structures, and operation of voluntary associations. 

Crime. By organized crime, we mean the planned lawlessness 
of criminal syndicates rather than “crime in the streets,” today’s eu- 
phemism for Negro rioting and violence. (Are we naive in expecting 
that by the year 2000, America will have resolved its major Negro- 
white problems through a major social drive on this obvious diffi- 
culty? How long, O Lord, how long? Are half -measures more 
likely?) 

Environment. The year 2000 may be an era when Americans 
struggle for a better quality of the natural environment. 

Housing. In relationship to the natural environment, housing 
may prove a continuous problem. Possibly, after many blighted 
areas in central cities are rebuilt with high-rise apartments, or clear- 
ed for urban recreation, the suburban rings may have become ob- 
solescent and be candidates for reconstruction. Or areas of metrop- 
olises may have become ‘slurbs —a partially urbanized area in which 
the countryside has been effectively destroyed. 

Governmental Structures. Perhaps it will have taken the de- 
velopment of the megalopolises of Boswash, Chipitts, and Sansan 
predicted by Kahn and Wiener to drive home the absurdity and 
obsolescence of our governmental structures in metropolitan areas. 

We refer to the multiple local governments which proliferate in 
the suburbs which ring the metropolises in a nation of 56,508 local 
governments, not counting school districts. Perhaps the culmina- 
tion of the Negro Revolution for equality, anticipated here as a 
major and successful drive of the last third of the twentieth century, 
will provide the crucial element in achieving consolidation in met- 
ropolitan areas and the breaking down of city-suburban isolation, 
rather than the continuance of the current 1968 pattern of central 



14. Hausur and Taitel. Prospective . , . J9fi0, p, 24. 
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oities which are increasingly Negro and suburbs which are almost 
all white. 

Associations. The role of voluntary associations and intenial 
and external controls of such associations may be among the crucial 
jiroblems of the year 2000. 

Simmary on Society. To this point we have reviewed four major 
“system breaks” or “surprises” and forewarned of their possible 
havoc to extrapolation prophecies-the catastrophe of the occur- 
rence of war or famine, the computer having become as influential 
as the automobile, the biological transformation of man, and the 
development of highly accelerated international support by the de- 
veloped nations with substantial gap reduction between have and 
have-nots. We have also reviewed the data predictions of the 
scholar-prophets, hedged against “surprises’-expanded population, 
increased urban territory and metropolitan areas, higher Gross Na- 
tional Product and GNP per capita. We have reviewed trends pre- 
dicted by the scholar-prophets-expansion of scientific knowledge 
and technological development, the national society marked by 
creative federalism and voluntary associations, diffusion of goods 
and services, less working time required of the common man and 
much expected of an intellectual leadership group, new communi- 
cation tools to cope with the knowledge explosion, and a leisure- 
oriented pursuit of happiness. We have predicted the persistence of 
social problems, such as crime, environment, obsolescence in hous- 
ing, governmental structures, and roles of associations and members. 

AMERICAN EDUCATION IN THE YEAR 2000 

Breaks and Trends 

In the light of the above, what might education in tlie year 
2000 be like? The question brings us again to the problem of “sys- 
tem breaks.” In the event of major war, education becomes a zeal- 
for-our-side operation, a war support apparatus; in atomic catas- 
trophe, what is left becomes a giant subsistence housing barracks. 
In the event of overwhelming impact of computer technology, the 
school becomes a clean factory in which workers quietly use ma- 
chines In the event of biological transformation, schools have a 
different population to educateSIn the event of global emphasis, 
schools become oriented to vicarious and actual travel abroad and 
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an American appropriation for education widely shared with the 
underdeveloped world. But if such system breaks do not occur, the 
following is likely. 

The Educational Population, As to the population to be edu- 
cated, elementary education should be quite manageable. By 1968 
we have already achieved, in effect, elementary education for all 
of the children of all of the people. In the years to 2000, the nu- 
merical task for elementary schools will only be to absorb the pop- 
ulation increase. 

For secondary education, by 1968 we had reduced the drop- 
out rate with respect to high school graduation to less than one in 
three persons. Then to 2000 the increase will represent simply pop- 
ulation increases plus completion of secondary education for those 
who formerly dropped out. 

The greatest increase in enrollment percentages between 1968 
and 2000 is e.xpected to come on the college and university levels. 
Past increments include 61 percent in the decade of the 50's and 60 
percent in the first half of the 1960 s. A 61 percent increase is ex- 
pected from 1965 to 1980.^® The period from 1980 to 2000 should be 
marked by still more growth in college and university attendance, 
though the volume is not easily predictable. In addition, adult ed- 
ucation may expand markedly. 

As to urbanization and metropolitanism, the typical student of 
year 2000 will be among the 280 million of 340 million living in 
urban areas.^® The very large majority will be living in metropolitan 
areas described by Hauser and Taitel.^^ Almost half may live in the 
Boswash, Chipitts and Sansan described by Kahn.*® So schools will 
be very largely located in urban settings, except for some univer- 
sities consciously located by their founders on open land tempo- 
rarily away from the enveloping grasp of urbanism. 

Support for Education, The American student of the year 2000 
will be living in a nation which, barring “surprises,” can afford to 
support education out of its GNP. For education will go on in a 
nation in which Kahn and Wiener soothsay as their “Standard So- 
ciety” projection, a low per capita GNP in 1965 dollars of $6,850 
and a high per capita GNP of $11,550.*® 

15. Ibid., p. 53. 

16. PerIoff» Daedalus XCVI» p. 789. 

17. Hauser and Taite), Propsective , . . J980, pp. 29-42. 

18. V Kahn and Wiener Daedalus XCVI> pp. 718-.’l9. 

19. The Year 2000 . . ., p. 168. // 
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Even more important, the student generation should be living 
in an era in the year 2000 in which education will probably be re- 
spected for its economic power. 

By 2000, this continuing trend of respect for education may re- 
sult in advanced education being taken for granted as the indispen- 
sable key to membership in an intellectual elite at the social con- 
trols. Indeed, as Michael Young predicts in Rise of the Meritocracy, 
1S70-20M, elitism based on education may be becoming so advanced 
as to provoke dissent from the masses by 2000, 

The likelihood of the continuance of the explosion of knowl- 
edge trend should result in expanded use of computers and retrieval 
facilities at all educational levels, since man’s cognitive apparatus is 
definitely finite rather than illimitably expansible, barring biological 
system breaks. How to accumulate relevant data will be regarded as 
far more significant than an outmoded stuffing of the memory. 

Curriculum Development In a national society characterized 
by creative federalism, curriculum making may be more and more 
the province of federations of professionals who develop concepts 
and create materials to implement their concepts. The parochialism 
of projects in the fifties and sixties which involved few others than 
specialists in a discipline may have been outgrown. It may be taken 
for granted in the development of projects and learning materials 
that specialists in the foundations— social, philosophical, and psy- 
chological-specialists in varied media, and curriculum specialists 
will be heavily utilized, in addition to liberal arts scholars in the 
disciplines. Rather than a single curriculum design for a field, such 
as PSSC physics, multiple designs may have been created, many by 
regional research and development laboratories which were first in- 
itiated in the 1960 s, 

Educational Associations and Educators Rohs, In the world of 
the year 2000, educational associations may be larger because of the 
increase of educators numerically and the necessity for the salary 
advancement, welfare provisions, and professional information 
which associations provide. Quite possibly, one major organization 
may bargain collectively and negotiate professionally for teachers. 

(My crystal ball tempts me to predict that the most remark- 
able and remarked-upon development as to educational organization 
will be the creation of the National Education Federation of Teach- 
ers, a coalition of the former National Education Association and 
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the former American Federation of Teachers. NEFT, as it will in- 
evitably be abbreviated, will grow out of a steady evolution of the 
National Education Association toward welfare concerns and the 
American Federation of Teachers toward professional concerns. Af- 
ter years of internecine warfare, rank and file movements in both 
organizations will result in amalgamation, despite the opposition of 
the managerial hierarchies and the swollen bureaucracies of the 
two organizations. Thus says the crystal ball—which possibly is 
cracked. ) 

Characteristic also may be both proliferation of organizations 
to match new job titles in an increasingly specialized educational 
profession and coordination through super-organizations or holding 
companies to relate the work of specialized groups to a larger focus. 

By the year 2000, the roles of most teachers will have been 
heavily influenced by the existence of supporting personnel, the 
available technology, and the extension of specialization. Secretarial 
staff, teacher aides, instructors, and assistant teachers may be the 
personal supporting staff of the coordinating teacher in the dis- 
charge of his responsibilities. A pool of technicians, evaluators, and 
researchers, available to the teacher, may also be drawn upon. The 
coordinating teacher increasingly may be the master of the mix, 
as O. K. Moore has phrased it, drawing upon readily accessible li- 
braries or banks of books, films, television programs, sound tapes, 
computer consoles, etc., and utilizing trips, individual guidance, in- 
dependent study, guests, etc., for instuictional purposes with the aid 
of his staff, Perhaps a third of the coordinating teacher’s six-hour 
working day may be spent supervising student learning of content 
in the existent disciplines and interdisciplines. Another third may 
be spent with various staff members in coordinating arid planning 
future learning experiences. The final third may represent his spe- 
cialization in education; consequently, some teachers would be en- 
gaged in individual therapy; others in conducting analysis groups 
for discussion with students; others in preparing television presenta- 
tions, and tapes; others aiding in programming computers; others in 
developing evaluation techniques and tests, etc. These specializa- 
tions would reflect the personalities and preferences of individual 
teachers, as well as their academic backgrounds. 

I'he Pursuit of Knowledge and Leisure. For the students of the 
year 2000, both the pursuit of knowledge and the pursuit of leisure 
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will be important. Their Jives outside of schools will, as now, be di- 
vided variously among study and recreation but the settings will be 
different. More prosperous liomes may be able to afford in the year 
2000 a home learning and information center. Such a center might 
include “video communication for both telephone and television 
(possibly including retrieval of taped material from libraries or 
other sources) and rapid transmission and reception of facsimiles 
(possibly including news, library materials, commercial announce- 
ments, instantaneous mail delivery, other printouts ) .”20 The home 
center might mainly be used by young people but also by adults, 
much as a collection of books, or a telephone, or an encyclopedia in 
the home is used today by youth and also by parents. 

We may see an absorption of recreational facilities into recre- 
ational parks, a process somewhat similar to the absorption of rec- 
reational facilities onto college campuses through student unions, 
gymnasiums, natatoriums, etc. Instead of returning to the neigh- 
borhood for recreation after school, the youth of 2000 may turn to 
centers for sports, arts, gossip, etc., which are embraced in the mas- 
ter plan for the youth environment. 

Summary on Education. As to education in general in the year 
2000, to this point we have commented on the possible influence of 
societal “system breaks” on education, on the probable especial in- 
crease in the college and university populations, on relations of ed- 
ucation to increased urbanism, metropolitanism and per capita GNP, 
and on increasing emphasis on the importance of education. We 
have speculated on increased use of education technology (espe- 
cially computers), on future coordinated use of education person- 
nel in projects, on development of associations, on changing teacher 
roles and on resources for students for learning and leisure. 

TEACHER EDUCATION IN THE YEAR 2000 
We turn now to teacher education in the year 2000.2^ What 
might be some possible developments reflecting the social scene and 
related to the total education ent^rise of the year 2000? What are 
some alternative future value choices? 

20. Kahn and Wiener. Daedatuit XCVl, p. 714. 

21, At this i)oint footnotes will be abandoned to dramatize that what follows is a beginning 
on speculation through material for dialogue, an attempt to open rather than close 
possibilities. For my fact base, 1 owe thanks especially lo the Daedalus contnbutors; 

to those involved in the project of eight Western states; Designing EatiCdtion for the Future, 
a series of poblicaiions focused on the year 1980; to Heniian Kahn and Anthony J. Wiensr 
of the Hudson Institute who wrote the volume The Year 2000. 
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Possible System Breaks in Education 

Again, as in our consideration of the social setting of the year 
2000, a question immediately arises. How about major “system 
breaks" or “surprises"? The answer is much the same as that for ed- 
ucation as a whole. But what of the possibility of minor system 
breaks in that smaller system called teacher education? 

Teacher education may undergo its version of system breaks or 
surprises by 2000. Forces leading in the direction of system breaks 
include persistent sharp criticism of the efficacy of teacher educa- 
tion by students, teachers, and scholars; slow adaptation of teacher 
education to such fast-moving social forces as technology; general 
conservatism in teacher education; and admission of weaknesses by 
teacher educators themselves. Forces leading away from system 
breaks include the considerable autonomy of key social institutions 
in teacher education such as schools of education, teachers colleges, 
and state departments of education; the success of resistance to past 
“outside" proposals for change; and the lack of realistic alternatives 
to the present system. 

If a system break appears in teacher education between 1968 
and 2000, what form might it take? Among the possibilities are 
sharply reducing professional education preparation, and turning 
over what remains of the teacher education effort to the liberal 
arts scholars. Yet the need for some body of professional education 
content and the unwillingness of the liberal arts scholars to take 
over, as distinct from criticizing, have militated against broad ac- 
ceptance of this type of system break. 

Possibilities sometimes proposed include take-over of educa- 
tion by state departments of education. It seems likely that state de- 
partment take-overs would result in either other version of schools 
of education, though under differing auspices and perhaps located 



in state capitals, or apprenticeship systems of training, conducted by 



teachers stressing practice and supervised by college professors 
moved into state departments. 

Another possible system break is teacher education in 2000 
planned and conducted through an industry-government complex 
composed of the private corporations which will have developed 
technologies and a U.S. Office of Education which will operate as 
does a European or Asian Ministry of Education. Militating against 
this development are the Constitution of the United States, the his- 
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toric American distribution of power among local, state, and nation- 
al levels, and the prophecy of creative federalism. 

The Continuing Program 

If such system breaks do not occur within teacher education, 
we can assume that teacher education will probably continue pri- 
marily under the aegis of colleges and universities in increasingly 
urban settings. It will probably include as program-influencing 
forces liberal arts college specialists in disciplines or interdisciplines 
and specialists in professional education, whether organized in de- 
partments, schools or colleges. The programs implemented by these 
college and university staff members may be influenced, but in 
changing ways, by such institutions as federal government, state de- 
partments of education, unions, and certification bodies. An addi- 
tional influencing force may be the future teachers themselves, for 
the voices of students will probably be heard in the land. Both im- 
plementing and influencing agents will be heavily affected by the 
social setting of the year 2000 which we have sketched above and 
by the education taking place in this social setting. 

Machines and Men in Teacher Education, Expanded popula- 
tion, expanded enrollments, and expanded teaching personnel com- 
bined with developing technology, the continuing knowledge ex- 
plosion, and new social problems may result in a teacher education 
v.hich, by the year 2000, differentiates between what can be learned 
through machines and what can be learned tlirough the personal 
presence of liberal arts professors and teacher educators. Books \vill 
still be read in 2000 but, additionally, students individually and in 
groups will utilize film and television collections, computer-aided 
instruction, simulation, models, and various information and con- 
cept-oriented laboratories. The personal presence of teacher and 
liberal arts educators, no longer regularly required for lectures, 
may take the form of individual and group planning conferences, 
discussion leadership, research planning, field work leadership, 
and occasional major lectures on new insights not yet recorded by 
technology. 

The first four years of higher education may stress general 
liberal education and specialization in a discipline or interdiscipline. 
These college years may be set in locales comparable to present day 
universities, though characterized by many more laboratories re- 
flecting technological developments. But students may often be 
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away from the campus, both for immersion in the field studies 
which may by then characterize instruction in the social sciences 
and humanities and for retreat to camp settings in the diminished 
countryside for absorption and contemplation of insights from field 
work and campus study carried on in urban and metropolitan areas. 

A minim uiTi of two intensive years beyond the general liberal 
education yean may be devoted to study and practice of profes- 
sional education as the minimum preparation for teaching. While 
centers of professional education, emphasizing laboratories for use 
of technology and for research, will probably persist on university 
campuses, a substantial proportion of the teacher education pro- 
gram may take place within public school settings. As educational 
parks develop in old and new cities, teacher education centers, 
university-related, may increasingly be included among the park 
facilities. Professional teacher educators may work within systems 
both as partners in the total educational enterprise and as teachers 
of teachers, pre-service and in-service. Those ghetto and other slum 
schools which persist may present a more formidable space problem 
for such programs, but rental of empty store fronts and other obso- 
lescent space will probably provide headquarters for teacher edu- 
cators and teachers-to-be at the scene of the action. 

Sequences of Professional Education. In such public school set- 
tings, students in training may experience evolutionary sequences 
beginning with observation, going on to participation^ including 
student teaching, and culminating in internship. E?iuh student, 
from his entrance into the two-year program, may have one con- 
tinuing advisor throughout the entire program. Characteristics of 
the advisor may well include recent teaching experience on the 
level on which he now supervises beginning teaching, knowledge of 
professional education and subject content, and demonstrated skill 
in fostering self-actualizing personalities. 

Observation may take place in a variety of settings; participa- 
tion may be consciously planned to include both upper and lower 
income situations, largely urban and metropolitan, occasionally 
rural. Taking the cue from the development of field work in the 
social sciences, specialists in the foundation areas and the theory 
and practice areas may be concerned with both substantive content 
and field experiences in school and community. Instruction in the 
foundations areas and in theory and practice may be timed to co- 
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incicle with observation and participation experiences. Some scholars 
in the foundations areas and in theory and practice may be engaged 
in research and study to be embodied in books and technology; 
other scholars may have as their role the interrelating of issues 
and ideas with the scliool and community experience being en- 
countered by the future teacher. 

All student teaching may be televised for frequent individual 
replay and study by the individual and also by the advisor and the 
individual, and for large and small group discussion by specialists in 
teacher education and teachers in training. 

Internship may be the transitional phase between preparation 
and independent teaching. As the focus of the final months of the 
program, internship may be accompanied by culminating seminars 
in which representatives of foundations, theory and practice, and 
the continuing counselor may participate, sometimes in the school 
and sometimes in the university research and laboratory settings. 

More functional use of summer vacation periods by future 
teachers is a likely social development by 2000. The three summer 
vacations related to the two-year teacher education concentration 
may be divided among subsidized travel experiences abroad re- 
sembling more the Experiment in International Living than the tra- 
ditional packaged Grand Tour, paid employment involving working 
with youth in summer school and community projects, and appren- 
ticeship in research and development with educators who are car- 
rying on studies or developing learning materials for the various 
technologies. 

If a system break toward globalism, a highly accelerated Amer- 
ican participation in foreign nations, should develop, the second 
year of the teaching preparation period for many young Americans 
may take place in underdeveloped countries, with, possibly, Puerto 
Rico and the Virgin Islands as staging areas and take-off points. 
Teaching, like diplomacy, may involve rotation in international as- 
signments with occasional sabbatical-type returns to the United 
States for vacation, observation of American developments, and 
sharing of experiences. 

Advanced Study of Education. Bi-annual extended vacation pe- 
riods, subsidized leaves of absence, and taken-for-granted sabbatical 
years for all teachers may often be given over by teachers to retool- 
ing and doctoral work. The return would often be from the public 
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school scene of the action to the universities or regional laboratories 
and centers of discussions. Some sabbatical experiences may result 
in career shifts, from, for instance, coordinator teaching roles to ma- 
terial development, computer programming, evaluation develop- 
ment, supervision, or curriculum development, accompanied by the 
attainment of ?:he doctoral degree in a credentials society which re- 
quires this demonstration of specialization for a major career shift. 
Such periods may also provide opportunities for the expanding 
number of paraprofessionals, assistant teachers, retreads from other 
occupations including housewifery, to be educated to become co- 
ordinating teachers. 

But we should not forget that in a leisure-oriented society in 
which teachers are well organized in the interest of salary and wel- 
fare, many teachers may not aspire beyond their original posts and 
the ascending salary steps won by their negotiators. Vacations and 
sabbaticals may be used by many for leisure and renewal. Conse- 
quently, if teachers are to keep up with fast-developing educational 
technology and practice, in-service education as a part of the basic 
teacher working day would be essential. Here teacher education 
based in school systems, local and metropolitan, or operating from 
regional centers, would play crucial roles. 

Thus teacher educators of the year 2000 may be invoved in con- 
ducting two-year pre-service training programs in school and uni- 
versity settings; helping paraprofessionals to professional status via 
institutes, workshops, etc.; educating specialists at the doctoral 
level in university settings; and participating as partners with school 
systems in in-service education of the permanent teaching staff. 

Possible Splits in Teacher Education 

One may predict with fair safety that in the year 2000 there will 
still be splits among educators over teacher education. It is probable 
that the liberal arts— professional education schism may persist. Yet 
it may be less virulent than during the 1950*s when open warfare 
prevailed. 

Perhaps we may have reached by the year 2000 a type of 38th 
parallel in the struggle, with a stalemate resulting in four collegiate 
years allotted to liberal arts and subject specialization and two years 
allotted to professional education. 

It is also probable that the philosophers will not have become 
completely reconciled. We may still be hearing, under whatever 
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titles, the cases for essentialism, reconstruction, progressivism, real- 
ism, idealism, etc. But the discussion may be increasingly ecumen- 
ical and oriented to dialogue rather than acrimonious. 

The Technologists and the Social Emphasizers, Possibly such 
historic splits may be muted by a new split which may now be on 
the horizon— the split between the scientific research wing of teach- 
er educators, here termed the technologists, and the humanistic phil- 
osophical wing of teacher educators, here termed the social empha- 
sizers. 

The technologists may stress the compression and synthesis 
of exploding knowledge into a variety of technologies for learning. 
The social emphasizers may stress examination of the human di- 
lemmas of mankind through the posing and testing of alternatives. 

The technologists may foster research, based largely on phys- 
ical science models, which can be translated into quantitative terms 
and embodied in storage and retrieval technology. The social em- 
phasizers may foster research, based largely on social science mod- 
els, which can be synthesized and made available to decision-mak- 
ing bodies ranging from the electorate to institutionalized in-groups. 

The technologists may point to past educational break-throughs 
in technical competencies based on scientific research and develop- 
ment, and involving innovation, evaluation, feedback, and diffu- 
sion. They may see man*s technological quests as mankind’s best 
bet. The social emphasizers may point to past gains in control over 
social difficulties through use of problem-solving in the educational 
ysrocess and to catastrophes which continue to threaten human sur- 
vival. They may urge that the world can afford technological failure 
while social failure would be fatal. 

The technologists may look forward to increased experimenta- 
tion into affecting human potential through controlled conditioning, 
drugs and chemicals, and influences on intellectual acuteness. The 
social emphasizers may view with distinct reserve the extension of 
experimentation on modifying human potential, citing the dignity 
of human personality, unsuccessful genetic experimentation toward 
a new breed, and reminding the public of the horrors of the Hitler 
regime. 

The technologists may be preoccupied with closely defined, 
value-free laboratory studies of education-related techniques in- 
tended to foster production and efficiency. The social emphasizers 
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may be preoccupied with the quality of life, work, and leisure, the 
possible ways for man to pursue happiness, and attendant value- 
oriented consideration of alternatives through schools. 

The technologists may argue for acceptance of a split between 
elite and masses by pointing out the accelerating concentration of 
knowledge for decision-making in elites and uncertainty about de- 
cisions on the part of the common man under the severely restricted 
condition of information in the communication system upon which 
the masses depend. The social emphasizers may claim that such ac- 
knowledgment merely defines the urgent problem to be faced by 
mankind: finding ways of making the knowledge of the elite acces- 
sible to the masses so that the common man may use intelligence in 
problem-solving and the leaders may be humanely oiiented m their 
endeavors. 

The technologists may be pleased by the logic and clarity of 
the content developed in many subjects by projects which contin- 
ually update knowledge. The social emphasizers may be troubled 
by the turbulence within man and disorder in society. 

The technologists may develop and support teacher-proof ma- 
terials. The social emphasizers may develop and support creativity 
in teaching and autonomous self-actualizing teachers. 

The technologists may be charged with stressing things and ig- 
noring people. The social emphasizers may be charged with stress- 
ing people and ignoring things. 

Occasional versatile teacher educators may have the educa- 
tional background and personality structure to harmoniously recon- 
cile both the technologist and the social emphasis viewpoints. But 
the majority may lean to one or the other persuasion and may com- 
bat their opponents academically. = They may even be heard speak- 
ing disparagingly of them at parties at which both old and new 
forms of libations and stimulants are served. 

There is only one way in which to close the venture into the 
year 2000 represented by this paper. It is to predict, with appro- 
priate uncertainty, that before the year 2000 is reached, one or more 
major and minor system breaks, whether anticipated or not even 
dimly envisaged, will take place. These developments will have a 
profound influence on the future of mankind, including the activity 
termed teacher education. One insignificant pigmy outcome of such 
developments will be that the venture into the future represented 
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by this paper on tomorrow's teacher education will largely be of his- 
torical interest to whoever might come upon it in the year 2000. 
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NEW DEVELOPMENTS IN TEACHER EDUCATION 

George W. Denemark* 

A logical beginning point for considering the design of teacher 
preparation is the schools and the nature of teaching carried on 
within them. What are schools like? How should they change to 
better meet the needs of our changing society? What roles do teach- 
ers play in todays schools? What changes would we like to see 
come about in teachers to meet the challenges of today and of the 
future? As we respond thoughtfully to such questions we are bet- 
ter able to plan effective programs of teacher preparation. 

Tii 6 questions are complex ones, far beyond the scope of this 
paper. However, several recent statements suggesting new outlooks 
on schools and teacher roles represent assumptions basic to the 
view of teacher education I believe most valid. Let me turn to them 
briefly before proceeding. 

The first statement comes from a recent address of Kevin Ryan, 
entitled “A Far Out View of the Schools and the Profession.” In com- 
menting on changes underway in education Ryan observed that 

“The old egg-carton school building with its standard- 
ized learning is passing. With it is going the school day 
dominated by the bell signaling the beginning and end of 
neat slices of time— 45 to 50 minute packages of knowledge 
to be consumed by all. We are being forced to abandon 
our belief that children learn best in classrooms of 25 or 30 
and in quiet libraries with quiet books . . . We are rejecting 
the notion that all children, even within the same track, 
should receive the same information and training, and pro- 
ceed at the same rate. So, too, with the operating principle 
that the curriculum for one school grade or level should 
be set by the grade or level immediately above it . . . And 
further, although there are still great counter-pressures to 
the contrary, there is a growing disaffection with the prin- 
ciple of solving the problems of American education by 
programming the children with more and more informa- 
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tion. We are leaving behind all these ideas and structures 
because we are discovering that even our more intense ef- 
forts of the last ten years are fundamentally bankrupt. We 
have been getting better and better at preparing children 
for a world that no longer exists.’*^ 

The second statement is a part of a recently negotiated agree- 
ment between a teachers association and a school committee ( Board 
of Education) in Quincy, Massachusetts. 

“The Committee and the Association consider that . . . 
practices not now in effect in the Quincy school system and 
practices not yet developed by any public school system 
may make great contributions toward improving not only 
the quality but also the efficiency of the educational proc- 
ess .. . Such areas include . . . the use of non-professionally 
trained personnel to perform pupil supervision tasks out- 
side the classroom, clerical tasks, the reproduction of in- 
O^tructional materials, and the like. They also include the 
possibility of measuring the obligatory portion of a teach- 
er's work day in terms of the time required to perform pro- 
fessional functions rather than a stated number of hours, 
the possibilities of a separate contract year and separate 
compensation arrangements different from the academic 
year, and compensation related thereto for volunteer pro- 
fessionals who might undertake special professional leader- 
ership and development assignments, the possibility of so 
reorganizing the classroom teaching function as to permit 
more effective use of superior classroom teachers and the 
possibility of identifying and describing characteristics of 
professional performance so as to permit more meaningful 
evaluation thereof.**^ 

The agreement reported in part above calls for a joint com- 
mittee of the school board and teachers association to study and 
make recommendations on these matters and pledges that the 
School Committee will not consider any recommendation unless 
it has come first to this joint committee. 

^An addreiis pr<?i»cnte<l to the Illinois portion of the 100 Cities Assembly on Saturday, 
April 29, 1967, sponsored by the Notional Commission and the Illinois Commission on 
Teacher Education and Professional Standards and reproduced as part of the materials for 
the NCTEPS year of the Non-Conference, 

'-Negotiation Research Digest, 1, p. A* 6, Sept, 1967. 
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Clearly, these views of schools and of teachers, though neces- 
sarily limited and partial, have far-reaching implications for pro- 
grams of preparation of instructional staff. They suggest the need 
for a new perspective or the objectives, content, and participants 
involved in the education of teachers. 

The remarks which follow represent but a beginning in the 
process of rethinking the nature of teacher education. They rep- 
resent some of tbe reflections growing out of a semester research 
leave which I was privileged to have during the fall of 1967 when 
still associated with the University of Wisconsin-Milwaukee. Rath- 
er than representative trends evident in programs of teacher prep- 
aration discerned either from the review of the current literature of 
teacher education undertaken or from the conversations held with 
teacher educators as a part of the leave related travel schedule, the 
points of view which follow are simply personal views stimulated 
by the study leave. 

For a more comprehensive treatment of the common profes- 
sional core in teacher preparation that I have proposed may I refer 
you to the December, 1967 issue of Theory Into Practice, Volume 5, 
pages 252-259. 

Inadequacy of the Isolated Teacher Concept 

The concept of a teacher couched in unitary, omni-capable 
terms is seriously inadequate to the changing needs of our schools. 
We have tended to talk about the classroom teacher as if teaching 
was, in fact, a single position with the same levels of responsibility 
and sophistication involved for all and with the variations simply 
those of grade level or subject field difference. Growing demands on 
the schools and the increasing number of things we expect teachers 
to do, not only in the communication of skills and knowledge but 
in having an impact on values, attitudes, life patterns make it clear 
that the role of today’s teacher is infinitely more complex. The same 
is true as a consequence of the dramatic impact of technology upon 
the educative process and the impact of changes in knowledge and 
the structure of the disciplines upon what we teach, and how. It 
seems logical then, that we think about teacher education, not sim- 
ply in terms of what program is best to prepare a classroom teacher, 
but rather by asking what range of programs is needed to prepare 
the variety of persons assuming the related responsibilities in in- 
struction. 
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In a system of differentiated teacher roles we will need to con- 
ceive of a program which best prepares the senior career teacher 
for a coordinating, managerial role in the broad direction of an in- 
structional team. We will need another program which focuses upon 
other team members— staff teachers— persons with full professional 
preparation and background and with appropriate specializations 
but without the coordinating responsibilities of the senior or direct- 
ing teacher. These may serve as remedial teachers, tutorial special- 
ists, programers, counselors, or in a host of other specialties beyond 
the typical subject field or grade level specialties with which we 
are familiar. In addition, the instructional team may include the 
associate or beginning teacher and call for a program designed to 
provide such persons with the minimum beginning skills to operate 
in a classroom instructional group. 

Still another program needed is one aimed at the preparation 
of teacher aides or assistants who will not, without additional prep- 
aration, assume full instructional responsibilities but will, rather, 
work on assigned tasks under the direction of a senior teacher. Such 
programs will be para-professional in nature and are likely to be at 
the undergraduate level or even at the junior college level. 

Another type of program to be developed is that which is fo- 
cused upon clerical tasks which involve technical information and 
skill but clearly fall below the professional level. Beyond this may 
come programs relating to positions which are voluntary in nature 
but which require orientation or preparatory kinds of experieiices. 

To lump all these levels of instructional responsibility into a 
single position with a single job title is impossibly unrealistic. In- 
stead, it is essential that we differentiate our concept of teaching 
and then seek to build a range of programs which adequately re- 
flects these differentiations. 

While every instructional slot identified above requires 
thoughtful program planning our discussion will focus primarily 
upon the nature of the program appropriate to the preparation of 
senior or coordinating teachers. These are persons who have com- 
mitted themselves to a career in teaching, persons with rich ex- 
perience, and the (dnd of analytical training that we associate with 
a planner and decision-maker. The preparation of such an individual 
is a complex and involved matter because the task of such an in- 
dividual is so demanding. It is clear that we are viewing teaching as 
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a profession rather than as a trade or technical vocation. To be sure, 
dimensions of the instructional task are technical and routine in na- 
ture. But the unique dimensions we wish to associate with the role 
of the coordinating teacher are ones which involve a high level of 
leadership ability, a capacity for planning and for organizing and 
managing the efforts of others, an ability to select among alternative 
approaches, an ability to evaluate program effectiveness, select per- 
sonnel for team assignment, and a host of other important coordi- 
nating duties. 

A Blending of Theory and Vraotice Is Important 

For such a professional role it seems clear that the prepara- 
tion necessary must include both a substantial amount of pre-service 
and in-service education. Indeed, no person can be prepared ad- 
equately for such a role in only a pre-service program. In addition, 
he needs to work in a program preparing him for this role as a part 
of, and along with, his experience on the job. We must look at these 
as a part of -a unified whole rather than thinking of pre-service pro- 
grams as adequate to the task with in-sen/ice efforts continuing to 
be voluntary, fragmentary, and containing little design or structure. 

The need for combining pre-service and in-service education 
in the prepanition of coordinating teachers or team leaders makes 
necessary an appropriate blend of theoretical and applied studies. 
Teacher education programs have too often been preoccupied with 
discrete courses which discuss schools mid educational systems, giv- 
ing background on their development and talking about principles 
and methods of instruction but often with little relationship to the 
actual problems of teaching and learning as observed by and par- 
ticipated in by prospective teachers. Currently, however, the pen- 
dulum seems to have swung far to the opposite side and we are now 
seeing programs which have all but eliminated theoretical or foun- 
dational studies and which move prospective teachers almost imme- 
diately into field-based experiences. Some teacher educators cur- 
rently talk. proudly of the extent to which they have eliminated all 
formal course work and of the wide use which they are making of 
seminar meetings linked to on-the-job experience in student teaching 
or internship situations. 

Both of these points of view are inadequate to an effective pro- 
gram of teacher preparation. The first is faulty because it attempts 
to build a structure of ideas detached from meaningful situations to 
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which they are expected to relate. The second is inadequate because 
it is likely to lead toward an image of teaching composed largely of 
technical proficiency rather than professional assessment and anal- 
ysis. 

If the management and coordination of teaching is complex and 
demanding, it seems unlikely that we can build into teachers the 
capacity for coordination, assessment, analysis, decision-making and 
other complex qualities in a preparation program which has not it- 
self engaged in an effort to analyze, to assess, to structure the role 
of the schools and the nature of the teaching act. 

We have often heard that one of the most potent, continuing 
influences on the behavior of new teachers is the kind of teaching 
they have themselves experienced and remember. If this is the /' ase, 
to place prospective teachers in an environment which forces them 
to operate in partial or complete independence as a teacher with no 
more perspective and insight into what teaching is than they can 
recall from their own school experiences would seem to be a sure 
means of perpetuating a narrow, restricted view of teaching. In- 
stead, we should seek to develop in every prospective teacher a fa- 
miliarity with methods of analyzing teaching— their own and that 
of colleagues— in order to build a greater sensitivity to the choices 
and alternatives available to the director of learning experiences in* 
a classroom. 

The perceptions of individuals are a major factor in determining 
their behavior. To a family walking down State Street in Chicago 
and looking in the windows of Marshall Field's, the perceptions and 
the recollections of each member as to what he saw in the store win- 
dows may be dramatically different because of the varying inteorest 
and “set” of each individual. To assume that all had seen exactly 
the same thing, which they had an opportunity to do in the physical 
sense, is to ignore the fact that their own interests and special sensi- 
tivities undoubtedly caused them to react very differently to the 
experience— to “see” some things and overlook others. The same 
concept is very relevant to the way in which we m?.ke use of prac- 
tical field experiences in the education of teachers. Rather than as- 
suming that through the provision of a field experience we will au- 
tomatically communicate important ideas regarding teaching to 
each prospective teacher, we should instead, attempt to develop cer- 
tain sensitivities, certain frames of reference, which prospective 
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teachers can use to advantage in understanding and interpreting 
their field experiences. To simply drop prospective teachers into 
a teaching situation and assume that because it is reality, and be- 
cause they are submerged in it they will learn to be good teachers 
is a grossly over-simplified and distiurbingly distorted point of view. 
Instead, we should recognize that what students see in such situa- 
tions will determine how useful and how educative the experience 
may be. It may simply reaffirm a prejudice, an already seriously in- 
adequate conception of human nature or of children in depressed 
socio-economic circumstances. It would seem far more appropriate 
to attempt to provide many structures or frames of reference which 
prospective teachers could use to begin to analyze their own teach- 
ing efforts and those of others. 

It makes little sense to assume that a person who has given lit- 
tle or no thought to the techniques of questioning which a teacher 
employs will be able to get maximum benefit from an observation 
of the kinds of questioning techiiiques which foster curiosity, re- 
flection, analysis and inquiry in students. To assume that each ob- 
server, or each participant in a field experience will perceive the 
dramatic differences which may exist between several teaches in 
terms of their use of open versus closed structure in questioning, is 
to be unrealistic about the skills which prospective teachers bring 
to their preparation program. Instead, it would seem desirable to 
combine observation with structured presentations in a manner that 
will enable each to enrich the other. 

If the objective for teacher preparation programs were to de- 
fine a universal good teacher and then seek to mass produce large 
quantities cast in this mold, the pattern for teacher preparation 
would be simple. Instead, however, we share the views of Miller, 
Riessman, Thelen and others that there is no one best type of teach- 
er, nor one all-purpose approach to teaching. “Different styles of 
teaching and different personalities among instructors are required 
to reach the varied interests and needs of today’s children and youdi 
and the good teacher should be tliought of in terms of multiple 
models.”^ 

While many models rather than a single one are appropriate to 
teacher education, the image of a coordinating teacher would seem 
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to include such common elements as ability to reflect and analyze, 
to see alternative courses of action which might be relevant to the 
instructional problem under consideration, to employ an evaluative 
approach to teaching and learning and to effectively direct the ef- 
forts of others. Such abilities would appear to be ones which would 
best be developed in programs which give deliberate attention to 
reflection, to analysis, to the search for alternatives, to the assess- 
ment of consequences, and to work with teams, rather than pro- 
grams which hope for them to come about but without str?jctured 
efforts to induce such qualities. 

The structure which we should seek to provide prospective 
teachers is not one which represents a single best framework but in- 
stead is one designed to stimulate the utilization of a number of dif- 
ferent but promising frameworks. To see the relative strengths and 
weaknesses of each, to assess the appropriateness of a particular 
way of assessing a teaching or learning problem— such would be 
the objectives of providing systematic attention to different ways of 
studying teaching. Students might be introduced to Flanders in- 
teraction analysis, to Bellack’s language of the classroom, to the 
Stanford micro-teaching program’s identification of a series of 
teaching skills, to the logical analysis emphasis of B. O. Smith, 
among others. 

To ignore an approach which emphasizes alternative means of 
analyzing teaching may result in a program of teacher preparation 
which is more oriented to training craftsmen and technicians than 
to the education of professionals. The apprenticeship concept may 
be adequate for auxiliary or paraprofessional roles in the classroom 
but it is seriously inadequate for a person who is to direct and co- 
ordinate the learning experiences of a group of children and the 
instructional efforts of a team of adults with a range of compet- 
encies. 

Preparing a teacher for a position of this demanding nature is 
impossible in a kind of simplified “cookbook” or “paint by the num- 
bers” approach. It is also impossible in an approach which is based 
wholly upon the individual’s perceptions and subjective reactions 
without the benefit of a systematic, rigorous, and scholarly analysis 
of education and the role of the teacher. 

Rather than viewing the issue in teacher preparation as an 
either-or choice between preoccupation with practice or focusing 
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upon foundations, we would urge that foundational studies be struc- 
tured around the practical problems of teaching and learning. We 
cannot afford to prepare teachers with no more than a minimum 
survival kit of techniques that they will use and reuse uncritically. 
Neither can we afford to engage in endless general studies which 
never suggest their relevance to the task of the teacher. There are, 
in fact, a number of important concepts, ideas, and structures re- 
lating to the processes of teaching and learning and to the content 
of the curriculum which teachers should understand. But they 
should be understood in the context of the school and of the prac- 
tical decisions which schools and teachers must make every day. 

For example, instead of organizing a course in philosophy of 
education around a discussion of different general philosophies we 
might better begin with the direct observation or simulation of a 
problem representing a conflict in values confronted by a teacher 
and a group of children. After establishing the instructional problem 
one might turn to a consideration of differences in teaching and 
learning behavior that could be present and then to an effort to 
categorize or structure these behaviors into a framework consistent 
with an integrated outlook on human nature, good, change and 
other fundamental philosophic questions. Rather than abandoning 
the study of philosophy or postponing it until the graduate or in- 
service education level following a series of “practicaF studies we 
urge that teacher education programs employ the reality base of 
teaching and learning problems as the point of departure for foun- 
dational studies. It would appear to be most healthy to have faculty 
members involved in foundational courses actively seeking prob- 
lems, issues, and decisions confronting classroom teachers which 
could be better understood and decided by insight from some of the 
social and behavioral sciences disciplines. If content in foundational 
courses cannot be so related, perhaps it must be judged irrelevant 
to the preparation of teachers. 

A problem closely related to the determination of the proper 
role for foundational studies in teacher preparation is that of the re- 
lationship between liberal and professional studies. On most college 
campuses liberal and professional education are carefully segregated 
both by time in the students program and by lack of effort to inte- 
grate ideas. 

Instead of assuming that liberal studies might be some way 
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“tainted” by association with professional studies or that general 
studies have no relevance to the work of the teacher, perhaps we 
should explore anew the possibility that both could benefit from an 
interrelationship. Liberal studies might become invigorated and 
more action-oriented if confronted with the obligation to search for 
applications of important concepts to occupational fields. And pro- 
fessional education might benefit from recognizing that the primary 
role of elementary and secondary teachers is general education and 
that, therefore, the teachers preparation is really begun with his 
initial liberal studies. 

Recent >^rends in other professional fields like engineering and 
medicine suggest that their earlier acceptance of a strict dichotomy 
between liberal and professional studies ai^d a long deferment of 
the latter is now under serious review. 

Research and Development Needs in Teacher Education 

Perhaps an appropriate point of conclusion is that of recent re- 
search and development efforts in teacher education, A review of 
the recent literature by Macdonald and Denemark which appeared 
in the June, 1967 issue of the Review of Educational Research^ dis- 
closed that large grants to teacher education have been given for 
program demonstrations rather than for theory development or care- 
fully designed research. Many of the large projects billed as ex- 
perimental turned out to be demonstrations entailing minimal and 
loosely structured evaluations of program consequences. In con- 
trast to some of these large well-supported projects a number of 
studies conducted by individual researchers were reported which 
showed much more care in research design. They were frequently 
focused on so small a part of the complex process of teacher prep- 
aration, however, that their effect was fragmentary and conse- 
quences insignificant. 

Several writers during the period covered by the review saw an 
urgent need for the development of conceptual frameworks by 
which to plan teacher education programs and assess their behav- 
ioral consequences. Wattenberg, for example, called for a large scale 
multi-discipline search for basic principles and their application 
rather than the current “tinkering.” Both Goodlad and Sorenson 
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suggested balance between theory and practice and the need for 
establishing conceptual frameworks for teacher education. 

Recent efforts of the United States Office of Education appear 
to be most supportive of this emphasis upon broader conceptual 
frameworks for research and development. Three examples of 
USOE program activities consistent with such views are 1) the sup- 
port priorities established by the Division of Vocational and Adult 
Education emphasizing broadly conceived rather than fragmented 
or isolated studies, 2) the comprehensive elementary education 
model program of the Research Branch, and 3 ) the so-called Triple 
T program of the Personnel Training Division- 

The institutes and workshop experiences which have been 
funded by the federal government and by certain foundation groups 
in recent years have not been notable for their success in changing 
the patterns of teacher education associated with on-going programs 
of institutions. The USOE should be commended for their concern 
about the limited success we have experienced to date in effecting 
institutional changes by such special projects. However, the insist- 
ence by at least one of the above-mentioned programs that we view 
a new model as a complete replacement for the existing progiam 
raises the critical question of adequate evaluation in teacher educa- 
tion. Can we judge adequately the effectiveness of a new model for 
teacher education if we have been forced to abandon its established 
alternative as a condition of initiation? 

Conclusion 

Much more could and should be said about changing needs 
and changing programs in teacher education but time does not per- 
mit. Perhaps the recent developments in legislative support for 
teacher education will enable us to avoid either a complacent ad- 
herence to outmoded views of teaclier preparation based on yester- 
day’s schools and yesterday’s teachers or a frantic, uncritical adop- 
tion of new programs without adequate conceptualization or proper 
balance. 



NEW DEVELOPMENTS IN TEACHER EDUCATION 



Howard F. Helm® 

The Bureau of Research of the U. S. Office of Education has 
launched a major effort to support the development of comprehen- 
sive model teacher training programs at the elementary school level. 
The programs would train teachers for preschool and elementary 
schools, and would contain both preservice and inservice com- 
ponents. 

The overall effort has been, divided into two stages. In the first 
stage a request has been made for proposals to develop detailed 
educational specifications for conceptual models of comprehensive 
teacher training programs. In response to this request, approximate- 
ly 10 projects will be funded. A second request for proposals will 
be made for the complete development and fabrication of compre- 
hensive teacher training programs. The purpose in submitting pro- 
posals in response to the second request is for the development of 
complete instructional programs based on the models developed in 
the first phase, It is anticipated that three different programs will 
be funded in order to provide alternative programs for demonstra- 
tion and dissemination to the teacher education community. 

This program has been initiated because research and develop- 
ment in the area of teacher training is one of the priority areas of 
the Bmeau of Research. Many advisory committees of the U. S. Of- 
fice of Education have continually stated that research and devel- 
opment on teacher education should have one of the highest prior- 
ities. Secretary of Healthy Education^ and Welfare, John W. Gard- 
ner, and Commissioirer of Education, Harold Howe II, have both 
stressed the need to invest in human resources and to give attention 
to programs preparing educational personnel. The U. S. Congress 
has also put a priority on the training of educational personnel 
through its enactment of the Educational Professions Development 
Act. 

Extensive development efforts have produced new curricular 
materials, pedagogical techniques, and instructional technologies 
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which were designed to more effectively meet the demands and 
needs of today's students. It is absolutely essential that the training 
institutions prepare teachers to be able to adequately employ these 
new educational advancements. Summer institutes for the retrain- 
ing of teachers to meet these needs is not the complete answer. At- 
tempts must be made to change the existing preservice programs in 
order that teachers will enter the profession with the required 
skills and knowledge. 

The roles of teachers are changing. Innovations in team teach- 
ing and non-graded programs require skills and knowledge that the 
traditional self-contained classroom teacher did not need. For ex- 
ample, the individualized instructional program at the Duluth Pub- 
lic Schools, where the students work on personal contracts, places 
new requirements on the teacher. The individually prescribed in- 
structional program developed by Dr. Robert Glaser at the Learning 
Research and Development Center, University of Pittsburgh, also 
places new requirements upon the teacher. No longer does the 
teacher spend most of his day talking to the class as a group and 
his evenings grading papers. His role is now more devoted to diag- 
nosing a learner s achievements and nonachievements and, on the 
basis of his analysis, prescribing the next instructional tasks to be 
undertaken by the pupil. 

Dr. R. Louis Bright, Associate Commissioner for Research in 
the U. S. Office of Education, speaks of teachers as performing 
five roles: diagnostician, counselor, discussion leader, classroom 
manager, and stimulating adult model. However the role of the 
teacher is described, it is quite obvious that his role is chitnging and 
varied, and the teacher must be prepared to meet the requirements 
of an ever-changing and varied role. - 

Other innovations on the educational scene call for differen- 
tiated staffing patterns of various sorts. One of the most publicized 
is that proposed by Dr. Dwight Allen of the University of Massachu- 
setts. In such staffing programs, different grades or levels of cer- 
tified staff are employed rather than their all being at the same 
professional level. 

John Battles^ of the Metropolitan School Study Council, which 
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is affiliated with the Institute of Administrative Research at Teach- 
ers College, Columbia University, estimated that there were 100,- 
000 teachei- aides in the public schools in 1965. He estimated that 
in five years there will be 250,000, and that eventually they will out- 
number the certified personnel. Certain social forces currently at 
work within the teaching profession might conceivably cause the 
situation to be somewhat different from Battles’ projections. How- 
ever, it is probably realistic to assume that the employment of teach- 
er aides is going to increase. Thus, teacher training programs must 
prepare teachers to cope with the different roles that teacher aides, 
as well as various forms of differentiated staffing patterns, will de- 
mand of them. 

The question might be asked as to why this development ef- 
fort is directed at the elementary level and not the secondary level. 
Certainly the needs at both levels are great. There is a current em- 
phasis on developing and implementing programs in early school- 
ing in an attempt to meet the needs of the educationally disadvan- 
taged. There also exists at the present time a climate and desire on 
the part of many to extend free public education downward in terms 
of age of school entrance and to provide it for all pupils and not 
just the educationally disadvantaged. The Educational Policies 
Commission^ in 1966 stated that all cliildren should be given the 
opportunity of receiving an education beginning at age four at pub- 
lic expense. This suggests that now is an opportune time in which 
to conduct some creative development efforts in elementary teacher 
training programs. 

There is a current awareness on the part of society of the need 
to improve the effectiveness of the educational efforts which serve 
thve educationally disadvantaged. The Federal Government, espe- 
cially the Department of Health, Education, and Welfare and the 
Office of Economic Opportunity, has given this the highest priority 
in the field of education. Educational researchers and other be- 
havioral scientists have pointed out that particular attention must be 
directed toward the earliest years of schooling if marked improve- 
ment in the educational status of disadvantaged youngsters is to be 
readily achieved. Programs such as Head Start, Follow Through, 
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aud Parent and Child Centers are attempts on the part of the pub- 
lic to respond to this admonition given by the behavioral scientists. 

A number of states, as well as individual school systems, are ac- 
tively planning and working to provide public education for children 
younger than ages six and five. For example, the New York State 
Board of Regents^ has issued a position paper on prekindorgarten 
education for the State of New York. It is proposed that in the first 
phase of the program, from 1968 to 1970, existing prekindergarten 
programs will be expanded and strengthened. It is proposed in the 
second phase, from 1970 to 1974, to initiate and offer free public 
education to all four-year-old children whose parents desire it. In 
the third phase, from 1974 to 1978, it is proposed to initiate and of- 
fer free public education to all three-year-old children whose par- 
ents desire it. 

The past research and development efforts in teacher educa- 
tion supported by the U. S. Office of Education have tended to be 
small-scale efforts and have not been too numerous. Consultants 
have continually advised the U. S. Office of Education that atten- 
tion needs to be given to supporting large-scale development effozts 
that look at the complete instructional system and not just as selec- 
ted portions of it if significant changes are to be made. This devel- 
opment effort is such an attempt. 

Because of the key role the teacher plays in facilitating learn- 
ing, particularly in young children, he must have the most up-to- 
date theoretical and substantive knowledge and professional skills 
to perform successfully. To date, research and development activ- 
ities have generated new knowledge, materials, and methodologies 
with great potential for improving the effectiveness and efficiency of 
the teaching-learning process. If funds are made available, institu- 
tions should be able at this time to markedly restivcture their teach- 
er education programs to include the best of what is now known 
and available. 

What is clearly needed at the outset is a variety of sets of de- 
tailed educational specifications which can be used as guides in de- 
veloping sound teacher education programs. Such model specifica- 
tions would encompass all aspects of a program for training teach- 
ers— administration, instruction, materials, equipment, and staffing. 
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Thus, it would be possible for institutions to select and make use of 
the specifications in developing and implementing significantly im- 
proved piograms for training teachers. 

On October 16, 1967, a request was issued for proposals to de- 
velop educational specifications of model programs for the prep- 
aration and training of elementary school teachers. Any institution 
or agency having educational research and development capabilities 
was eligible to submit a proposal. Therefore, the requests were 
mailed to nearly all of the institutions of higher education having 
teacher training programs, as well as to research and development 
centers, nonprofit and profitmaking research corpOTations, the Re- 
gional Educational Laboratories, the State departments of educa- 
tion, some local school systems, and a few selected professional or- 
ganizations. 

January 1, 1968, was the deadline for the submission of the 
proposals for the development of the educational specifications for 
model elementary teacher training programs. Eighty proposals were 
received. The proposals were reviewed by an ad hoc advisory panel 
of field readers who advised the U. S. Office of Education on theii 
technical merits. The proposals are now being evaluated on the 
basis of fiscal criteria by contract specialists within the U. S. Office 
of Education. 

Contracts for the development of the educational specifications 
will be awarded on March 1, 1968, It is anticipated that up to 10 
contracts will be let in order that the educational specifications of a 
niunber of alternative models may be developed. The final re- 
ports will be due on October 31, 1968.* 

A criticism that has been made of the overall planning is that 
enough time was not allowed for the pi*eparation of the proposals 
and for the development of the models and their educational speci- 
fications. There is some validity in this criticism. However, a nuni- 
ber of high quality proposals were received; and, it is felt that, with 
a concentrated effort during the summer months, the contractors 
will be able to complete their tasks by October 31, 1968. 

The final reports from the first phase are to be used in the 
preparation of proposals in response to a second request for pro- 



made with the following institutions; Florida Stat 
Unwewity of Massachusetts; Michigan State Univereity 
Norawest Regional Laboratory; diversity of Pittsburgh; Syracuse University Teacher 
College, Columbia University; and The University of Toledo, * 



New Developments in Teacher Education 39 

posals for the development of complete educational systems for the 
training of elementary school teachers. The submitters of proposals 
responding to the second request will use the models developed in 
the first phase as a basis for the programs to be developed. Because 
of the desirability of beginning the development efforts for the sec- 
ond phase in the spring of 1969, it has been necessary to limit the 
amount of time allotted to the first phase. One reason for this is that 
preparation of the proposals for the second request will require a 
greater amount of time than did preparation of proposals for the 
first request. 

In developing the proposed program to fund development ef- 
forts in elementary teacher education, many individuals were con- 
tacted and consultative inputs invited. Individuals from such organ- 
izations as the American Association of State Colleges and Univer- 
sities, the American Association of Colleges for Teacher Education, 
The National Commission on Teacher Education and Professional 
Standards, and the National Council for Accreditation of Teacher 
Education were contacted and consulted. In addition to the Bureau 
of Research staff, other U. S. Office of Education personnel repre- 
senting various programs concerned with teacher education, such as 
the NDEA institutes program and the Teacher Corps, provided as- 
sistance. In the early part of August 1967, a special ad hoc advisory 
panel was convened to review the program and to give spe- 

cific advice on the request for proposals to develop the educational 
specifications for models of elementary teacher training programs. 
In September the U. S. Commissioner of Education’s Research Ad- 
visory Council reviewed the plans for the program and the details 
for the initial request for proposals. 

A number of possible conceptual frameworks for programs to 
train teachers do exist. For example, some teacher education pro- 
grams might include educational theory, instructional methods and 
Subject matter, and clinical teaching experiences as an integral part 
of the undergraduate curriculum. Other programs might prescribe 
a general education undergraduate program, including an academic 
major or majors, to be followed by a program of professional train- 
ing in the schools. The latter might be administered in varying de- 
grees by an institution of higher education and by a school system. . 
However, in any event a teacher training program should include 
both preservice and inservdce experiences for the prospective teadi- 
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ers, and each proposal should show ' low professional educators in 
local school systems will be involve^ in the project. 

In recognition of the ' o'de van .ty of possible conceptual bases 
for the training programs, the following program components were 
included in the request for proposals for the development of the 
specifications; 

1. Teacher training program goals in terms of expected and meas- 
urable teacher beliaviors; the rationale for each of the desired 
behaviors. 

2. Practices for selecting teacher trainees for the program. 

3. Professional learning experiences and content to be provided the 

trainees wjthin the college of education in the following cat- 
egories; ' ' i 

a. Theory; 

b. Subject matter related to the elementary school curriculum; ^ 

c. General approaches to instruction and specific teaching ; 

methods, techniques, and tools; ] 

d. Preclassroom clinical experiences (e.g., simulation and role 

playing); | 

e. Student teaching. i 

4. Teaching methods (including tools, techniques, and grouping 

practices or methods of individualizing instruction) to be em- 
ployed by the college faculty in presenting the various kinds of j 

professional content. j 

5. The relationship of professional sequence (not necessarily i 

couises ) to tlie entire undergraduate program. When a partio j 

ular activity would be introduced into the undergraduate pro- ! 

gram, what percentage of the total undergraduate curriculum \ 

would it comprise, and what nonprofessional courses (outside : 

of the college of education) would be required or recom- | 

mended? I 

i 

6. Types of content or experiences appropriate for on-the-job (in- I 

service) training for graduates of the model program, as well I 

as the kinds of materials and methods to be used. ; 

7. Faculty requirements and staff utilization patterns; inservice j 

training program for college staff. I I 

8. Evaluation and feedback techniques to be used throughout and I 

at the end of the program to determine to what extent trainees j 
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have acquired the essential teaching behaviors; followup studies 
of program graduates. 

9. A multipurpose management and evaluation system, with data 
storage and rapid retrieval capabilities, to permit continuous 
diagnosis of , student progress and frequent restructuring of the 
trainee’s learning experiences. 

10. Apian for continually and systematically assessing, revising, and 
updating the program. 

Any of the above components may be rejected or recast and 
additional components added. The particulars of each of the com- 
ponents in the proposer’s model, however, as well as any subcat- 
egory thereof, should be described. A rationale (based on research 
and/or logic), compatible vidth the conceptuar framework of the 
entire model, should be provided for each component of a teacher 
education program as specifically described. The procedures for 
fully developing the specifications of each component of the model 
should be delineated. 

The final reports for the contracts that are to commence on 
March 1, 1968, will be submitted on October 31, 1968, to the U. S. 
Office of Education. Each report will contain detailed educational 
specifications for a particular model program for training elementary 
school teachers. A great deal of scholarly effort vidll have been 
made in producing these reports. They should represent some of 
the best thinking at this time as to what the nature of high quality 
elementary teacher training programs should be. 

The Bureau of Research of the U. S. Office of Education plans 
to issue in the fall of 1968 a second request for proposals to develop 
complete programs for the training of elementary school teachers 
based upon the models prepared in the first phase. Support would 
be provided over a four- to five-year period at a sufficient funding 
level to permit the development of the complete instructional and 
administrative systems, as well as of the fabrication of all of its 
components. It is anticipated that approximately three contracts vidll 
be let for the second phase. 

The second request for proposals will limit the eligible submit- 
ters to institutions which train teachers, or consortia of such insti- 
tutions, producing large numbers of elementary school teachers. 
Tentatively, large production has been defined as graduating at least 
100 elementary school teachers per year. The second request for 
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proposals is a new request, and the eligible institutions will not be 
limited to those receiving the contracts to develop the educational 
specifications for the models. 

An institution receiving a c-ontract in the second phase must be 
entirely committed to developing and adopting the particular model 
program it selects. Not only the administration of the institution, but 
also a goodly portion of its educational faculty, would have to be 
committed to the new program if the effort is to be effectively car- 
ried out. The purpose of the second phase is not to develop a pro- 
gram training an experimental stream of elementary teacher educa- 
tion majors. At the end of the four- or five-year development period 
the new program should have become the sole elementary teacher 
training program, or the goodly portion of it, at any institution se- 
lected for conducting the development work of the second phase. 

It is assumed that as au institution develops a model program, 
its system will contain evaluation and feedback mechanisms. Thus, 
an institution’s initial model is not to be a straitjacket which will 
not permit any change in the features or components of that model. 
The components could conceivably look quite different at the end 
of the four- or five-year period from that projected at the beginning 
of the effort, but it is anticipated that these differences will be due 
to newer and better technologies that have been developed. 

It is anticipated that an institution receiving a contract for the 
second phase will not necessarily be carrying on all of the develop- 
ment work with its own staff. It would be unlikely that a single in- 
stitution would have all of the top quality development staff that 
would be required to carry out all of the various aspects of the 
contract. An institution receiving a prime contract, would, no doubt, 
certainly need to secure the employment of top development re- 
sources from around the country through subcontracts for develop- 
ing specific courses or subcomponents of the total system. 

The support for the development of approximately three dif- 
ferent innovative elementary teacher training programs that rep e- 
sent the ultimate in excellence should provide some alternative pro- 
grams that could be adopted by other teacher training institutions. 
This effort should provide new and significant inputs into this most 
important area, the training of elementary school teachers. 




SUGGESTED RESEARCH TO IMPROVE 
TEACHER EDUCATION 

David R. Krathwohl® 

This paper contains observations about teacher education, 
hopefully phrased in such a way that they may intrigue some of you 
into studying them. Although we have made tremendous strides in 
the last few years in the use of techniques such as video tape feed- 
back and in the analysis of classroom interaction, this is only a be- 
ginning. We have a great deal to learn about how to educate teach- 
ers. The questions that are posed in this paper are concerned with 
some of the basic features of teacher education. Study of these ques- 
tions should markedly advance this field. 

The questions to be explored are the following; 

1. What is the appropriate liberal arts base for teacher education? 

2. How can we improve our presentations in teaching for cognitive 
objectives? 

3. How can we better sequence the learning of teaching skills? 

4. How do we heighten the beneficial effect of student teaching? 

Liberal Arts Education Basis 

1. What is the appropriate liberal arts base for teacher educa- 
tion in terms of primary objectives, appropriate courses and length 
of course of study? 

A typical undergraduate "general education” as described in 
the catalogs of most of our institutions of higher education would in- 
clude goals such as: the student acquires a broad base of knowledge 
in a variety of areas, he prepares himself to be an able citizen in 
our modern complex society, he sharpens his skills and abilities to 
become a competent problem-solver in areas above and beyond 
those in which he was specifically instructed, and in particular, he 
learns how to learn, so that education is a process one continues 
throughout his lifetime. As objectives, these will probably never go 
out of style. 

But when one begins to translate these into operational tenns 
one confronts pressures to orient general education programs in 
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ways that would profit those seeking specialized training. As more 
and more knowledge accumulates in every field, the student must 
begin earlier and earlier to specialize if he is to attain a genuine mas- 
tery of the material with which he must competently deal by the 
time he graduates, in many instances, skill in the research method 
of a field is as important as knov/ledge about it and so research prac- 
tice begins early in the student’s program. A rather thorough com- 
petency in certain skills and concepts which are important for spe- 
cialized advanced study are built into the early “general education” 
courses. For example, much derivation of equations which is im- 
portant to advanced mathematics but of little consequence to the 
generalist is frequently built into early courses in mathematics. 
These courses might more properly concentrate on the mathemat- 
ical concepts per se. 

One response to the pressure for specialization has been the 
development of new “general education” courses which are spe- 
cialized in tiie sense that they have been designed to provide for 
teachers the basic general concepts in a field. As yet, such courses 
exist only in a few of the larger institutions and have generally de- 
veloped in response to a need to provide a succinct course for teach- 
ers, outside the program for science specialists. In almost no in- 
stance have they resulted from an overall study of the whole picture 
for general education required by the teacher. 

Questions about the nature of general liberal arts ecacation at 
the college level also result from an analysis of pre-college educa- 
tion. Those who have studied the new curricula will be surprised 
to find how much of what was formerly taught at the college level 
is now incorporated in the high school curricula. And this downward 
movemer tends into the grades, even to the point where kinder- 
garten ana j -school experiences increasingly incorporate concepts 
of numerical and verbal skills in structured ways. Perhaps the bulk 
of what was considered a liberal arts education is now more proper- 
ly the province of the high school. 

It becomes clear then that both the nature and length, two in- 
herently interdependent questions, need to be re-examined. The 
currently developed specialized “general education” courses for 
teachers may suggest a desirable direction. But there is a need to 
examine even these in the context of more general questions, such 
as, what overall background of knowledges, skills, abilities and at- 
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titudes does the elementary school teacher need in order to under- 
stand and competently use the teaching materials provided for her 
in a variety of teaching fields; and, \vhich of these should be taught 
at the college level? The result \vould be a long needed thorough 
re-examination of the fundamental constitution of the basic liberal 
education of teachers, and the specification of the knowledges, skills, 
abilities and attitudes which would comprise its objectives. It might 
well result in courses which have general usefulness for those who 
do not plan to be teachers. 

The length of general liberal arts college training is called into 
question by more than the fact that much of the current liberal arts 
curriciiliun is being taught in high school. There are also pressures 
to move professional education training up into the graduate level, 
thus allowing a four-year base of liberal education. Like the spe- 
cialized courses for teachers, it is not yet apparent that this pres- 
sure results from some careful study of what constitutes an ad- 
equate liberal arts base, and that such a base requires a full four 
years. The pressure for change appears to stem out of such desires 
as: making teacher education parallel to other professions which 
concentrate their work at the graduate level, obtaining more mature 
persons for the profession, deferring the occupational decision which 
is forced too early for many students; and, providing a re-entry 
point to a vocation for liberal arts graduates who have not yet made 
a definite vocational choice. Desirable as some of these may be as 
goals, should a fifth-year be mandated for all students until the 
nature of the preceding four years of study and its relation to tlie 
job of teaching is more appropriately defined? 

That we are equally concerned with a revision of the areas in 
professional education will be clear in the points that follow. 

Teaching and Cognitive Objectives 

2. How can we improve our presentations in teaching for cog- 
nitive objectives? 

This may appear a peculiar question to those of you for whom 
teaching is your bread-and-butter and presentations of subject mat- 
ter are almost second nature. Those of you who have used TV to 
study the impact of your teaching or worked with a TV director to 
improve your instructional presentations may have some inkling of 
the concern underlying the question. 

A method of understanding the complexity of presentation be- 
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came apparent serendipitously in some research with Dr. Norman 
Kagan and Dr. Sarah Hervey of Michigan State University on prob- 
lem-solving styles. We used one of the Chem Study movies,^ and 
asked our subjects to view an eight-minute film clip just as they 
would if they were viewing the film in class. We video taped them 
as they watched the film using a split-screen technique so that we 
simultaneously captured both their own attending behavior and 
what was appearing on the movie screen. We then replayed the 
video tape to the subjects to help them relive their original viewing 
experience, stopping the video tape at various times to ask them 
to introspect as to what was going on in their mind at these points. 
We were thoroughly amazed at the students^ problems of under- 
standing what appeared to be quite a good film. 

Let me give you an example. The film is intended to demon- 
strate the scientific method. In it two chemists arrive at a design 
for an experiment and carry the experiment through. In the intro- 
duction, one can almost hear the director in the wings saying, “Let's 
capture their attention!" So the introductory material describes the 
very unusual content aie film. Tve not told you the content be- 
cause I learned from our research. Immediately after he described 
the content of the film, the main intent of the film was described. 
But 92 percent of our subjects had turned their thoughts inward to 
consider when and where they had last heard of this peculiar con- 
tent and what they knew about it. They very effectively tuned out 
the film so that instead of capturing their attention for what was 
said next, the point of the film, the speaker was largely talking to 
himself. A ten-second filler of inconsequential material— a ten-second 
pause that would have permitted the individuals time to return to 
the film— or a dramatic change in sight or sound, which would have 
restored their attention to the screen, would have permitted absorp- 
lion of the main message. 

Lets take another example. We discovered that students tended 
to “type” the two discussants in the film so as to know which one 
to attend to for the right answers— our tendency toward “good guys 
vs. bad guys.” Up to one point in the film it was the Englishman that 
was giving the right answers. But when the breakthrough came, it 

^Kagan, Noraan, KrathwohJ, David R., and Farauhar, William W., IPR Interpersonal 
Process Recalh Stimulated Recall by Videotape, Section IV Using IPR to Study Teaching 
Learning Processes, pp. 12-43. (Educational Research Series Number 24), East Lansing, 
Michigan, Bureau or Educational Research Service, College of Education, Michigan State 
University, 1985. 
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was the American who suggested it. A number of students found 
this very confusing. Their ability to follow the remainder of the dis- 
cussion was impaired until ihey had straightened this point out in 
their minds. 

Take still another example. At one point, the instructor is de- 
scribing his apparatus. Drawing it as he does so, he begins his draw- 
ing in the upper left-hand corner, just as one writes, and proceeds 
to sketch in the apparatus from top to bottom, and left to right. 
Verbally, however, he describes the apparatus from its middle up 
and middle down. Students thinking that he is describing simul- 
taneously what he is drawing, are confused and find that they have 
not followed the design of the apparatus. 

Our method of investigation suggested that there are a num- 
ber of principles that do not appear in methods textbooks which 
could help a teacher make her presentations more effective and 
better communicate with her audience. Thus, principles such as 
allowing sufficient time for the audience to return to attending to 
the message-carrying stimulus following provocative, exotic, or sim- 
ilar kinds of stimuli which might cause students to leave the field, 
might be the generalization one draws from the first observation. 
The generalization to be drawn from the second, may hj that we too 
often present material in “typed*' situations so that students are un- 
willing and unable to switch gears as easily as they ought. Here we 
run into a problem created by our own teaching. Depending on our 
objective, we can avoid the problem by keeping the “typed” per- 
son’s role consistent, or we can teach to give practice in breaking 
the sets caused by using types.^ The generalization from the third 
obvious and simple example: when using the chalkboard, coordinate 
the sequence of verbal and non-verbal presentations so they rein- 
force one another. 

Many other helpful principles can be formulated by this proc- 
ess. But they have yet to be drawn from the presentations that our 
best teachers make. They have yet to be put in a form available to 
our student teachers. 

The variety of problems in understanding which appeared to 



-Parenthetically, our teaching does cause some very poor learning sets. We noted that 
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in England al which one of the exxierimenters got his degree, a fact completely irrelevant 
to any of the conceivable purposes of the film. 
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surround even one of the better films suggested still another point. 
Having teased out such generalizations, could we now expect a 
teacher to give a perfect performance? One that would not violate 
any of the principles? I doubt if people are that perfect. But they 
might approach it, if they could repeat the performance, eliminating 
the errors piecemeal. This is possible using media which would per- 
mit us to successively re-dub sections to eliminate problems. Ji’st as 
with the development of programmed material which is iteratively 
reworked until 85 to 95 percent of a group of students can learn ma- 
terial at one pass, so it seems likely that we could achieve similar 
levels of understanding if we very carefully studied a presentation 
and adequately reworked it. 

This would, of course, provide an entirely new role for the 
teacher. She would give far fewer presentations and these would 
be spontaneous. Other presentations would be pre-re^^orded. The 
teachers role would then be reserved for correcting those student 
errors which occur too rarely to take into account in the production 
of presentations; and, for instruction which involves student partic- 
ipation and which cannot be preprogrammed. This, in turn, would 
eventually have very important implications for teacher training. 

As an initial step we need to tease out these principles and pro- 
vide teachers help in learning them. 

Sequencing the Acquisition of Teaching Skills 

3. How can we better sequence the lear/iing of teaching skills? 

In studying live teaching situations by the same technique de^ 
scribed previously, we were able to get teachers to introspect about 
their thoughts during presentations. It led us to speculate on the 
pattern a teacher follows in learning her skills. We projected three 
stages: first, the teacher is presentation-centered, second, interac- 
tion-centered; and third, pupil-centered. A good teacher may move 
successively through all three stages as he gains familiarity with 
what he is teaching and gains experience. He may start closer to 
the second stage if his pre-classroom preparation is very good. Other 
less adequate teachers may never escape the first or second stages. 

In the first stage, the teacher is not sufficiently familiar with 
the content and how to present it so that it flows. He occasionally 
tunes out the students and attends primarily to what he, himself, is 
saymg, and how he is saying it. He is planning ahead as to what 
he 11 say next, and how he’ll get there from where he is now. This 
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stage is the least permeable of the three to modification b)' student 
feedback, for the teacher is primarily concerned with his own pre- 
sentation, or, if interacting with students, with directing their dis- 
cussion. Instructional problem-solving in this stage is done primar- 
ily in the context of preliminary lesson planning. 

At the second stage, the teacher is more comfortable about 
teaching the content and is more concerned with student feedback. 
He responds to the class as a group, however, judging the quality of 
the lesson by group feedback and general student reaction. 

Both of these stages we found documented in our protocols 
from teacher introspection, A third stage is an extrapolation from 
these data. In the third stage, the teacher is comfortable enough to 
coast through instructional situations without so much conscious 
guidance, his control of the direction of the class is more subject 
to student feedback. At this stage, the teacher may also leave the 
field but here he will do so to make use of specific student reaction; 
for example, to devise ways of modifying the lesson, to include par- 
ticular individuals who are not paying attention, who do not ap- 
pear to understand. The teacher at this stage is aijidvely searching 
for clues regarding individual progress and is revising the lesson 
accordingly. 

Assuming that at least for a while teacher presentations still 
will be important, such an analysis suggests a possible ‘‘stages ap- 
proach’* to student teacher training. Training for lesson preparation 
would, as now, be given first, emphasizing presentation of content. 
At this stage, feedback sensitivity training would be limited to that 
necessary for maintaining class control. Later, when the student is 
comfortable with content presentation, his sensitivity would be ex- 
panded— first to include feedback from the entire group, and then 
to sensitivity to individuals and ways of using class feedback for 
altering the lesson to suit individuals as well as the group. 

This is one approach to sequencing the entry of a teacher into 
teaching. That it is a model in need of research may already be ap- 
parent, but perhaps it will be still more appai\?nt if we contrast it 
with an alternative approach. 

Let me begin with an analogy which my friends in the counsel- 
ing field may object to, but which I think is sufficiently accurate to 
be useful. It appears that the counseling field has found a rather 
universally useful means of inducting the counselor to counseling. 
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It is a point of view which is called client-centered counseling. It 
requires the student to listen carefully to what the client says, and 
to reflect the client’s feeling in his reply. Basically, the counselor is 
involved in holding up a verbal mirror so the client may see himself. 
Through this he helps the client to move toward a better understand- 
ing of his feelings to a clearer and more complete expression of his 
problems; to objectively examine this perception; and to move to- 
ward an appropriate resolution of the situation. As the student be- 
comes more sophisticated, his superior encourages hhn to move from 
the exclusively client-centered point of view and to begin to probe 
more deeply for feelings. He is helped to move toward a more flex- 
ible eclectic role, still ?asing non-directive counseling but also trying 
interpretation and various other techniques as he learns they are 
appropriate to speeding client growth. He gradually takes greater 
and greater responsibility for the guidance of the counseling situa- 
tion, not to the point where control is solely his, but rather to a 
point where he shares responsibility for client progress. This is, of 
ccurse, i\n over-simplification, but it outlines some of the essentials 
of the procedure. 

Let’s look at what this does for the student: co»inselor. First, it 
forces him to become aware of the client’ s thinking and feeling as 
he makes provisional tries at mirroring them for the client. Second, 
it sensitizes him to the clues and cues the client suppli^ to him. 
Third, his concentration is on the client rather than on himself so 
that he is less self-conscious about himself and his own role. Fourth, 
since the initiative is with the client, the interview is less likely to 
go beyond the comfortable limit of what the client can handle. 
Finally, it leads to an easy transition whereby considerable initiative 
can be assumed by the counselor as he feels he can handle it and 
it is appropriate. 

The student counselor is a useful analogue of the student teach- 
er. In contrast to our present student teaching situation which places 
the responsibility for instruction on the student teacher from the 
start, the counselor training model suggests that the initial place- 
ment of the student teacher should be: where the emphasis is on the 
classroom learner, where the student teacher concentrates on the 
classroom student’s learning processes, and where the classroom 
student controls the speed and direction of learning. A learning 
experience in which a teacher constructs instructionai materials of 
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a programmed instruction type for students may approximate this 
model except that here the major initiative still lies with the teacher 
in creating the learning situation. 

The tutorial model may also approximate the desired situation, 
but it also puts die responsibility for control of the situation on 
the teacher and does so in a less structured situation than program- 
med instruction. 

What is needed is a learning situation in which the teacher 
can help the student to explore his l^'aming process. Video tape or 
some similar record of the student’s learning performance might 
provide die basis for such a situation, permitting both teacher and 
student to work on a common problem of understanding the nature 
of that student’s own learning process and the location of his dif- 
ficulties in a problem area he has chosen. Gradually, the student 
teacher might take the initiative for providing remedial learning, 
and then for developing the initial learning experience. Such a 
procedure might lend itself easily to a smooth transition from die 
examination of an individual’s learning experience to those of a 
group. Thus one could video tape or similarly record a small group, 
then examine with them their common and their unique problems. 
Again this could progress to developing remediation and to deter- 
mining how best to structure the initial learning experience. In ad- 
ditional stages, die size of the group might be expanded to norma! 
class size and the analysis of learning protocols reduced in scope 
and frequency. 

I don’t know whether or not this model will be better for 
inducting students into teaching than our present one. It seems 
to fulfill criteria for the initial teaching experience that appear to 
make some logical sense: (1) the teacher’s initial attention is on 
the student in attempting to understand him in his learning process 
rather than on himself and his manipulation of the instruction; (2) 
the respoiosibility for structuring the situation lies outside the teach- 
er in some instructional material chosen by the student which stu- 
dent and teacher explore jointly; (3) the nature of the exploration 
is such that the teacher’s skills of observation and interpretation are 
sharpened as the process proceeds and as the teacher acquires 
greater understanding of the learning process; (4) the process leads 
naturally into a transition to the real teaching situation. 

It seems that those in vxiunselor training have found a useful 
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model. We perhaps should seek a better model than the one we 

have used. 

Increasing Student Teaching's Value 

4. Finally, I should like to ask the question of how we can in- 
crease the ' alue of the student teaching situation. 

One critical factor in the success of student teaching is the 
compatibility of critic teacher and student teacher. This compatibil- 
ity has not been studied; it needs to be. It seems reasonable that one 
important factor in this match is more than a matter of the "easy- 
going’ nature of the critic teacher bht is probably a function of 
the match between the style of instruction that the critic teacher 
models and the student teacher s “natural” cognitive and affective 
style. 

The instructional style adopted by a student teacher seems ini- 
tially to be heavily influenced by the supervising teacher or college 
teachers v/ith whom he has worked. The extent to which this in- 
structional style is compatible with his own cognitive approach to 
problems and his own affective orientation toward the world is 
reflected in the extent to which he feels comfortable with such a 
style, perhaps in the extent to which he is successful with it, the 
way in which he modifies it, and so on. 

It would seem important, therefore, that we research the match 
of supervisor to student teacher. We have a number of models of 
teaching as well as personality typologies which we might well con- 
sider as bases for gathering data about the most productive kind of 
match. We could use David Ryans’^ types, those of Louis Heil^ in 
his research at Brooklyn, and those devised from various claGsroom 
analysis techniques, such as those of Flanders,® Hough and Ami- 
don,® and others. We have typologies derived from various person- 
ality tests. With the large number of students processed through 
our student teaching situations each year, it would be relatively 
easy to gather data to determine the extent to which we can pre- 
dict one kind of match as more productive than another. It will not 
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be easy research to design and to interpret, for the interactions of 
people are a complex result of that brought to the situation, and the 
situation itself, which may change over the period of student teach- 
ing. Thus, there are a number of effects such as school climate 
which might well contribute to or detract from the effectiveness of 
a match and which will therefore need to be controlled. But such 
research is feasible and ought to be imdertaken. 

Summary 

This paper presents four issues which seem to have the poten- 
tial for fruitful investigation, and which, if studied, could hopefully 
have substantial impact on teacher education. During World War II, 
when we were trying to determine how best to retake the European 
Continent, there were those who suggested that a frontal assaxJt 
across the English Channel was by far the best approach. By con- 
trast, Winston Churchill suggested that the approach through the 
Mediterranean woiJd constitute an attack on what he call the “soft 
underbelly.” 

In education, we are increasingly trying frontal assaults through 
programming large amounts of money to attack important prob- 
lems. Combining such resources with hunches as to where the “soft 
underbelly” lies, will more likely yield greater payoffs. Tm hopeful 
that I have been able to outline some of these approaches for you. 
Let us recapitulate them. 

1. It appears that the liberal arts base for teacher education is 
in need of re-examination. Its content, its organization, and its 
length are problems that should yield useful answers on careful 
examination. 

2. We need to better understand the complexity of presentation 
in teaching for cognitive objectives. Preliminary research suggests 
that there are a variety of principles which would help us to mark- 
edly improve our presentation styles, possibly to the point where 
we would have the same success that we now are able to obtain 
with programmed instruction. We need to tease out these principles. 
Development of these principles would have important implications 
for the teachers classroom role as well as for teacher training. 

3. How do we get better sequencing of the teacher ^s learning 
of his task? We can project a three-stage approach to this learning 
which may provide useful sequencing, but more important, it sug- 




54 Teacher Education for the Future 

gests a set of criteria for the initial and subsequent learning task. 
We find these criteria are already being met in counselor training 
and it suggests that there may be a useful analogue here for the 
student teacher situation. 

4. How do we get better learning from student teaching? A par- 
ticularly critical factor appears to be the improvement of the match 
between the supervisor and the student. Now done on an intuitive 
basis, a number of potentially useful typologies appear to be avail- 
able. Though complicated and involving many social dynamics, 
it appears feasible. 

Many other questions could have been included if there were 
time. Greater use of individualization of instruction techniques, and 
better training of teachers in the use of reinforcement techniques 
are but two of them. Hopefully, the points discussed have been sug- 
gestive of other kinds of problems which grow out of your own ex- 
perience. 



